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Rgsearchers cor=2rned with teacher expectati&n effects have turned
to students themselygs to learn about the ways in which teachers might
influence students' expectations for academic Success and student
achievement. Student cognitive processing of classroom events-has
become an impor%:-t focus of research, and has been recognized as an
important link between teacher expectations and student achievemeﬁt out-
comeﬁ. Recently, researchers have proposed that students acquire infor-
mation from their teachers about their ajilities, internalize as their
own the expectations communicated to then, and perform according to

their role as a high or a low achiever (Braun, 1976; Weinstein &

Hiddlestth. Note 1).

Our research ﬁas shown that students do perceive differences in the
wéys teachers work with high and low achievers (Weinstein & Middlestadt,
1979; Brattesani & Heinstein;-Note 2: Weinstein, Middlestadt, Brat-
tesani, & Marshall, Note 3), thus confirming that students have access
to information aboﬁt_the relationships between teacher treatment and
student ability. The same pattern of differences in perceived teacher
‘freatmenthoccurred in all classrooms, but more extreme differences were

perceived in some classrooms than in others (Marshall, Weinstein,

’
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Middlestadt, & Bratte;ani. Note 4). We are now exploring the ways in
which stude;t perceptions of differential teacher behavior toward high
and low achievers, as well as student perceptions of their own teacher
treatment, influence student ou*c-omes, Such as students' own academic

expectatioﬁh'and student achievement.

Hypotheses

The hypotheses addressed in this pape’ concern the different pat-
terns of relationships among teecher expectations, student perceptions,
and student achieiement outcome variables that occur in classrooms with
high perceived differentiation compared to classrooms with low perceived
differentiation. That is, in classrooms in wnich students perceived
large differences in the ways teachers worked with high and low achiev-
ers, students should be more likely to get information about their abil-
ities from their teachers' cues. Thus, stironger relationships among
student expectations. teacher expectations, student perceptions of‘
teacher behavior toward them, and student achievement were expected in
high than in low differentiating classrooms. In our ;nalyses, then,
student perceptions of differential teacher behavicr were used to dis-
tinguish two types of classrooms, and were hypothesized to moderate the
prediction of outcomes at the individual level.

Hypothesis 1. Student expeztations are more congruent with

teacher expectations in classrooms with high perceived dif-

ferentiation in teacher treatment than in classrooms with low

perceived differentiation in teacher treatment.

Hypothesis 2. Teacher expectations'predict year end achieve-

ment and student expectation scores beyond what is predicted

by prior achievement scores alone, and teacher expectations
are better predictors of outcomes in high than in low dif-

»  ferentiating classrooms. -
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The first and larger of two compatible data sets was used to test
these hypotheses. The second data set was used to corroborate these
findings and to test the relationships among expectations, achievement,

and student perceptions of teacher treatment toward themselves.

Individual students' percgptions of the ways in which their teach-
ers work with them in the classroom can be used to confirm students'
reports of teacher behavior toward high and low achieving students in
general. In addition, the amount of differential treatment perceived
toward others can be used as a moderator of relationships between

—?
achievemeLt measures and perceived teacher treatment toward self.

Hypothesis 3. The relationships between students' perceptions

of teacher treatment toward themselves and their own achieve-

ment. levels parallels students® perceptions of teacher treat-
ment toward high and low achieving targets. In other words,
high achievers should perceive self treatment that is similar

to perceptions of teacher treatment toward other high achiev-

ers: low achievers should perceive self treatment that is
similar to perceptions ¢f teacher treatment toward other'low

achievers.

Hypothesis 4. The congruence between perceptions of teacher
behavior toward sSelf and toward others is greater in high than
in low differentiating classrooms.

Method

Subjects. The subjects in the first of two data sets consisted of
234 fourth, fifth, and sixth graders from 16 classrooms in an urban,
ethnically mixed school district. Subjects in the second data set were
101 third, fourth and fifth graders in seven édditional classrooms from
the same s:hool district. 'The classrooms reprgsented a broad spectrum

of educational philosophy, including both open and more tradf%ional

classroom Structures.



Measures and Procedures. All students completed the Teacher Treat-

ment Inventory (TTI), consisting of U4 items describing ways in which
teachers work with students (Weinstein & Middlestadt, 1979). Students
indicated on a four-point scale how often their own teacher worked in
these ways with one of four hypothetical target students described on
the questionnaire — a .ale high achiever, a male low achiever, a female
high achiever, or a female low achiever. In the first sa .ple, to maxim-
ize the number of subjects availabie for within-classroom comparisons,
only two of the four forms we;e assigned in each classroom, the high and
low achiever forms for the male target or the female target. The second
sample of students completed either a high or low achiever form without
reference to sex of the target student. High and low achiever forms:
were randomly assigned to students within each classroom. The second
sample of students also completed the Teacher Treatment Inventory:
Self-rating, in which each item paralleled the original TTI but was
phrased in the first person. On the TTI: Self-rating, then, students

indicated how often their teacher worked with them in the ways

described.

i Four Scales were constructed on the basis of a factor analysis of
the Teacher Treatmént Inventory {(Weinstein, Middlestadt, Brattesani, &
Marshall, Note 3). Scale 1 describes ways in which the teacher helps
the student and provides support; Scale 2, Negative Feedback and Teacher
Direction, reflects negative feedback ébout schoolwork and effort, 2nd a
high degree of control over the student's activities; Scale 3, Work and
Rule Orientation, reflects teacher emphasis on leérning. getting work‘

done, and following rules; Scale 4, High Expectations, Opportunity and

- Choice, reflects trust by the teacher, positive feelings, and provision
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of opportunities to participate and to work in autonomous ways. Because
scales 2, 3, and 4 have yielded the most consistent and conceptually

clear findings in prior analyses, these three scales were chosen as the

basis for the analyses nresented in this paper.

Additional data collected from all students included 1) year end
achievement scores (from the previous yez— and the current school year),
and 2) a self-concept of attainment measure (Nicholls, 1976). Teuchers
provided rankings of expected achievement in reading, mathematics, and

schoolw. 'k for each of their students.

To minimize the effects of variation in student reading ability,
questionnaire instructions and items were read aloud to students in

small group administration sessions.

Results and Discussion

The amount of perceived differential treatment occurring in each
classroom was determined in four ways. For each of the three TTI scales
used, the mean response given for the high target was subtracted frOm
the mean response given for the low target, providing a classroom index
of percéived differentiation specific to each scale. A median split
zlong these difference scores determined the high and low differentiat-
ing classrooms. A fourth index, a giobal index, was created by combin-

ing the differentiation criteria from the three individual scales.

Because the hypotheses referred to within-classroom relationships

amonz the variables, standardized scores within each classroom were



calculated for each variable (except for the aggregate perceived dif-

ferential treatment variables), and these standardized scores were used

in the analyses for this paper.

To examine the congruence between teacher expectations and studeant
expectations in different classrcom contexts, simple correlations
between teacher expectations and student expectations for performance in
reading, mathematiecs and schoolwork were calculated separately ror each
classroor. In the first sample, correlation coefficients were cbhverted
to standard scores, and t-tests were used to compare correlations for
classrooms with high and low perceived differentiation in treatment.

Mean correlations and t statisties are shown in Table 1.

Insert Table 1 about here

Because the second sample consisted of seven classrooms, Mann-Whitney U
Tests were applied to compare the correlations for high ani low dii-

ferentiating classrooms. Mean correlations and U statistics are shown

in Table 2.

Insert Table 2 about here

Although the small sample sizes (16 classrooms and 7 c¢lassrooms, respec-

tively) limited the power of these comparisons, the tests approached

. significance (p < .10) in half of the comparisons made. The results

were,in the predicted direction and support the first hypothesis that
.he congruence between tercher and student expectations tended to be
-~eater in classrooms with high perceived treatment differentiatior than

in classrooms with low perceived treatment differentiation.



Hierarchical regression analyses were performed on the first data
set to test the second hypothesis that teacher expectations predict out-
comes beyond what is predicted by prior achievement. Three pairs of
regression analyses were calculated, one for each of t'<e three dependent
variables: studeant expectations for reading, student expectations for
schoolwork, and year end reading achievement. In each pair of analyses,
prior achievement was entered as the first predictor. Teacher expecta-
tions for reading were entered as the second predictor in the first
analysis. Teacher expectations for schoolwork were ehtered as the

sccond predictor in the second analysis.

Table 3 shows the percent of variance (R2) in each dependent vari-
able that was accounted for by prior achievement, and the pe-cent of
variance that was accounted for by teacher expectations for reading in

the first equation and by teacher expectations for schoolwork in the

second equation.

Insert Table 3 about here

e

Although prior achievement accounted for 10 to 63% of the variance in *

the dependent measures, teacher expectations explained an additional 2
:’\ . - —

to 7% of the variance, suggestirg that teacher %igectations contribute

uniquely to student expectations and achievement.

To compare the predicti;gppower of teacher éxpeciationg in high and
icw differentiating classrooms, similar sets of regression analyses were
calculated separately for these two groups. Then, F sQ;tistics were
calculated to compare the mean square residuals of the whole group ana-

lfses with the mean square residuals of the separate group analyses to



determine if the predigtion'equations for each dependent variable were
different for the classrooms with high compared to low perceived dif-

ferentiation.

Table 4 shows the percent of variance in each dependent variable

accounted for by each independent variable for the high and the low dif-

-

ferentiating classrooms.

Insert Table 4 about here

Also in Table 4 are the F statistics calculated to compare the separate
regression equations for high and low differentiating classrooms. The
significan£ F(Read) for Year End Reading on the Global Index, for exam-
ple, means that when classrooms were divided by the overall amount of
differentiation across all the TTI scales. and separate regression equa-
tions were calculated for each group of classrooms, the independent
variables combined in significantly different ways for each group of

classrooms to predict year end reading achievement.

In each of these cases, prior achievement and teacher expectations
did not simply allow greater overall predictive power in high than in |
low ;ifferentiating classrooms. Each Seggrgte regression equation
predicted similar percentages of total variance in the dependent vari—:
ables. Instead, the patterns of R values in Table 4 indicated that
prior achievement tended to Se a better predictor in low than in aigh

differentiating classrooms, and teacher expectations tended to be more

powerful predictors in high than in low differentiating classrooms.

Thus, classrooms with low perceived differentiation, where we

] ' 16



hypothesize that little informaticn about differential student ability
is communicated by the teacher, student achievement was best predicted
by a previous measure of achievement, accounting for 64 to 77% of the
variance in the dependent measure. In other words, students continued
to perform at about the same levels, relative to their c}assmates. as
they had perfo}med before. In contrast, in classrooms with high per-
ceived diffefentiation. where we hypothesize that teachers give more
differential informati;h about students' abilities, student achievement
ﬁas less effectively predicted gy prior achievement, accounting for 47
to 62% of the variance in the dependent meagure. In these high dif-
fere}tTEQing clasrooms, teachers' expectations explained an adéitionaf 9
to 18% pf the variance in student acpievement. whereas teacher expecta-
tions explained iny an additiona1‘1 to 4% of achievement variance in

low differentiating classrodoms. Similar patterns of results occurred

for predictions of student expectations for their own performance.

These findings contradict Cooper's {1979) conclusion that teacher

expectations only "sustain the pre-existing achievement variations among

-

_students™ (p. 392), but do not alter Student pefformance. If this were

true, we would expect prior achievement measures to ﬁredz:- the same
émqpnt of, varianEg in year end achievement in both high and iow dif-
ferentiating classrooms, and for teacher expectations to‘explain:addi-
tional variance only in classrooms with high perceived differentiation.
Odr results do pot conform to this pattern. Instead, our findings are
consistent with the hypothesis ;hat:teéchers behave in ways thatkcommun-
icate their achieveggn; expectations to their students —— expectations

that may deviate from a student's prior achievement, that students per-

ceive these expectations from their teachers' behavior, that these

-~

-
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expectations influence students' own expectations, and that students

achieve at the expected levels. .

The different predictive patterns in high and low differentiating
classrooms show that student perceptions of differential teacher
behavior toward high and low achievers can serve as moderators of rela-
tionships between the independent variables measured and the achievement
outcomes predicted. Students' perceptions of differential teacher
behavior can be further validated by demonstrating relationships between

students' own achievement levels and their reports of how their teachers

" work with them. Three studies have already shown consistent differences

in the ways students perceive that teachers work with high and low
achievers on three scales of the TTI (Weinstein & Middlestadt, 1979;
Erattesani & Weinstein, Note 2; Weinstein, Middlestadt, Brattesani, &
Marshall, Note 3). Students said that low achievers received more nega-
tive feedback and teacher direcfioﬁ (Scéle 25..and more work and ruie

oriented teacher behaviofs (Scale 3) than high échievers. and that high

-achievers received higher expectations, more opportunities to partici-

pate and more choice of tasks (Scale 4) than low achievers. If
hypothesis 3 is correct, high énq low achievers themselves should per—
ceive teacher behaviors toward them that are'similag to tbe teacher

behaviors reported for a high aﬁd low achieving target, reSpectively.

The correlations of TTI: Self-rating scales 2, 3, and 4 with
achie&ement scores and teacher expectations for reading and schoolwork

were based on the second sampie and are shown in Table 5.

Insert Table 5 about® here

. . ,1;3“ _ .



S

11

This table shows thét the scale scores are not significantly correlated
with achiévement scores, but that scales 2 and 4 are related to teacher
expectations in the appropriate directions. That is, low expectation
studeﬁﬁs perceived more negative feédback and teacher direction, and
] bigh expectation students perceived higher teacher expectations, more

opportunities to participate and choice of tasks.

-

To test hypothesis 4, that these reationships hold fér high dif-
ferentiating classrooms more than for low differentiating classrooms,
these same correlations were calculated for high and low differentiating
classrooms separately. Table 5 shows that the appropriate relationships
between scale scores and achievement measures were more pronounceq:in
high differentiating classrooms than in the entire sample. In addition,
Scale 3.-describing teacher work and rule oriented behaviors, tended to
be reported more (although not significantly.so) by low achievers, again
| consistent with student reports of teacher.behaVior reported toward high
"and 1oﬁ achieving-targets. In low differentiating classrogms; student
perceptions of treatment.toward self were not sigpificantly'related to
achievement or teaéher expectation measuréé. However, tﬁe‘direction of
'the_relationships for scales 3 and 4 suggest quite a different'pattgrn
of reported teacher treatment toward self. " In these low différentiating
classrooms,.hiéh achievers tended to repori more work and rule oriented
béhaViQrs.:and low achievers repofted higher expectations, Thé_contrast

in these relationships for high and low differentiating classrooms

. explains the lack of significant relationships found between achievement

and perceived treatment toward self when data from all classrooms were
. ) S . :
analyzed together.

—
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Summary and Future Research

Consistent with the’h&pﬁthesis that students in claSSrooms with
high perceived differentiation have access to more information about
their teachers' expectations for them, we have shown that students in
these classrooms have expectations for themselves that are more strongly
related to their teachers' expectations than students in low differen-
tiating classrooms. As well, Student ach.°vemeht in high differentiat-
ing classrooms is more strongly related to teacher expectations and less
strongly relzted to prior achievement than in low differentigting class-
rooms. In addition, we have demonstrated that high and low achievers

4percéive teacher behaviors toward themselves that is congruent with stu-
dents' perceptions of teacher behavior toward high and low achieving
targét students, particularly in classrooms with high perceived dif-
ferentiation. The findings for self treatment demoéstrate that students
have_access to information about their own abilities that is communi-

cated to them by their teachers. These findings also provide one source

of validation for the differential teacher treatment perceived by stu-

dents.

Thus-far; we have aggregated student perceptions of teacher
behavior to,prgvide a situational variable describing the amount of éer-
ceived differential treatment in a classroom context, and have éxamined
whether perceptions 6f differential teacher treatment moderate relation-
sh;ps at the'individuai student level among teacher expectatiéns. stu-
dent perceptions of teacher behaviof toward sel%. and studenc achieve-

ment outcomes. Among the questions still to be asked of these data sets

.and to be asked in future research are those concerning the individual.

I
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differences among students that might moderate teacher-student influ-
ence. What characteristics, for example, make Students more or less
adept at obtaining information about their abilities from their teach-
ers' behavior, and more or less susceptible to the influence of teacher
expectations? As well, for which students might perceptions of teacher
treatment toward self predict achievement? Finally, relationships
between student achievement levels and perceived self treatment reported
in this paper suggest more than one possible pattern of differential
teacher treatment. A goal for future research is to identify clc sroom
differences in the amount of congruence between perceived teacher treat-
ment toward self and others, in order to develop more refined typologies
of the classroom cohtexts in which students might learn differently

about their competencies and develop their expectations for academic

success. -

o
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Table 1

Mean Correlations between
‘Teacher Expectations and Student Expectations
for Student Performance in
Reading, Math, and Schoolwork
— First Sampie —

’ High Low

Differentiating | Differentiating
N=8 | N=8 : Significance
t level, u
Mean r | S.D. Mean r| S.D. statistic® | one~tailed test
Reading .52 2U .30 .31 1.54 p= .27
Math | .38 | .33 20 | .32 | .87 p = .20
Schoolwork | .37 | .40 | .30 | .22 .15 p= .44

#T-tests performed on standard scores calculated from the correlations.

A
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Table 2

LB v

Mean Correlations between
Teacher Expectations and Student Expectations
for_Student Performance in
Reading, Math, and Schoolwork

J . -- Second Sample —-
B High ' Low
S B Differentiating | Differentiating
g N=3 ¢ N=4 Mann- Significance

Whitney U| level,

Hean'r S.D. Mean r | S.D. staistic | one-tailed test
Reading .50 .37 a7 .2r 3 “ pz .20
‘Math } .36 21 .03 A7 ’ p = .057
- ’ !‘
Schoolwork | .49 .uo_ .07 .22 1 P = 057

P
g




Table 3

Percent of Variance (Rz) in Student Expectations and Achievement
Accounted for by Prior Reading Achievement,
and Teacher Expectation Measures

Schoolwork

Order of Dependent Variables (N=196)

Entry in »

Hierarchical |Student Student Year End
Independent | Regression |Expectations | Expectations | Reading
Variables Analyses Reading Schoolwork Achievement
Prior 1st JTHE L10RER L3k
Achievement
Reading
‘Teacher 2nd .02% LOuRe Noglh
Expectations '
Reading
Teacher 2nd LOuRe LO6RES LT RES
Expectations] (in separate

analyses)

5p < .05, ¥p < .01, *¥%p < .001.
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Table h

Percent of Variance (RZ) in Student Expectations and Achievement
Aecounted for by ?rior Reading Achizvement, and Teacher Expectations
in Hgh and Low Differentiating Classrooms

Dependent Variables (N=196)

Order of Student Expectations Year End
Entry in Reading
N Hierarchical Reading Schoolwork  |Achievement
Differentiation Independent |Regression
Determined by: |High{Low {Variables |Analyses Hi Diff Lo Diff{Hi Diff|Lo Diff Hﬁi Diff |Lo Diff
Global 103 | 93 [Prior Ach R | 1 BEALLINYLLLE BNV LI VL L I (UL
Index TExp Read | 2 O7H 002 | L1080 | 1Leee 3k
T Exp SWork | 2 6% 02 |, 1o% 03 | 1gee (3
- ]
F(Read) 1.03, ns 1.53, ns 3.12¢
~{ F(SWork) .30, ns 1.17, ns 3.84%
Scale 2 99 | 97 |Prior Ach R | 1 JLGHEE 2088k | 05K 10k | fouwE (L
" T Exp Read | 2 06% 004 |.08% g1 - |.0gee q5ews
T Exp SWork | 2 05% ,03%  [.08% 05% [.lowex Q5w
F(Read) - 92 ns 1-29, ns ) 1.256 1s
F(SWork) .19, ns b, ns 1,36
| Scale 3 99 | 97 Prior Ach R | 1 Q9% oreee | ofk  (LeeE | L raee
© |TExpRead | 2 JA3WE 003 |.12%M 001 | loWe o1
T Exp Sork | 2 3% 001 | 16%% 0] [18we 01
F(Read) b, 508 2.0 6.16%
F(SWork) 2.94% 1.9, ns 6.Lgw*
Seale 4 |18 | 78 {Prior Ach R | 1 SULLENN LY RN UL UL S
: TExpRead | 2 5% .01 f.12M 01 13 Qlwer
|T Exp SWork | 2. O5% 03 [.13% 0u% [l (3w
. |
\\ . F(Read) .50, ns 2.80% 2.03, ns
N F(SWork) .20, 1s 2,398 B.17¥
:\ ﬂp( 10 'p( .05, "p( 01, "*p( 001,

6L



Table 5

Correlations of TTI:
with Achievement Scores and Teacher Expectations
for All Classrooms and for High and Low Differentiating
Classrooms Separately

Self-rating Scales

| TTI: Prior Year End Teacher Teacher
Self-rating| Achievement | Achievement | Expectations Expectations
Scale N | Reading Reading Reading Schoolwork
2 82 -.07 -.Ou -.1u -023.
ALl
CIassroops -3 82 .03 .05 .14 .09
', 82| .00 -.09 A3 218
Differen- |
. Classrooms
<, u u8 . 17 e 03 .25“ 022
_ Low 2 43 | .08 .16 -.04 -.19
Differen- _
tiating 3 43 A2 .21 21 .08
- Classrooms 5
- y 341 -.22 -.19 -.02 .19
.8p < .10, *p < ,05.

' Note: Positive correlations indicate that high achievers reported more of
. the teacher behavior included on ‘the TTI scale,




